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Abstract 

This article presents a comprehensive transition model 
for moving children from early childhood special education 
Into mainstream kindergarten - the SBA Mod^i pf 
Trana l t l on: — senders, Pftcftlv#rg. Ac^i n i ^»rfl^,Qrn This model 
outlines transition practices to be Implemented by the 
sending, receiving, and administrative staff with 
suggestions for Including parents throughout the procesa. 
Transition practices are Integrated Into this model to 
prepare students for transitlcn, facilitate the move Itself, 
and provide for an appropriate follow-up, A suggested 
timeline emphasizes transition as a year long process with a 
variety of practices occurring throughout the year. While 
this model was developed for movement from early childhood 
special education into kindergarten, it could easily be 
adapted for othor transitions that occur for young students 
with special needs* 
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S R A Transition Model: 
Senders, Receivers, Adninlstrators 

Professionals and parents who are concerned with the 
education of young children with disabilities are faced with 
the decisions of how to successfully move children from 
early childhood special education programs into mainstream 
kindergarten. Frequently students who are successful In 
early childhood special education move into kindergarten and 
experience a difficult adjustment which sa.-etlmes results in 
failure and a subsequent change in placement. The question 
to ask is: Could in.plementation of selectea transition 
practices better prepare these children tor this transition? 

A review of the literature emphasizes the-- Importance of 
transition planning and identifies major transition 
practices that should be imp 1 emen^-.ed in order to adequately 
prepare students for transition, facilitate the move itself, 
and provide for an appropriate follcw-up. Implementation of 
appropriate transition practices can increase each student^s 
opportunity for success in the new environment (Fowler, 
1982; Haines, Rosenkoetter , & Fowler* 1985: Vincent, 
Salisbury, Walter, Brown, Gruenewald, & Powers, 1980) 

Blaska (1989) conducted a study to id^^ntify which 
transition practices were being routinely implemented by 22 
school districts in Minnesota as children moved from early 
childhood special education into kindergarten. Forty-five 
practices had been identified in the literature and by an 
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expert panel as being important to Incorporate Into tne 
transition process, yet, according to this study, only 49% 
(22 practices) of these practices were actually being 
implemented. Few districts had an organized plan for 
transition. The findings of this study were consistent with 
earlier findings In the literature (Hutlnger & Swartz, 1980; 
Rock 1 age* 1980). 

SRA Transit ion Mnnm\ 
The SRA Transition Model: Senders, Receivers, 
Administrators has been developed based on a review of the 
transition literature and on research findings regarding the 
transition from early childhood special education Into 
kindergarten (Blaska. 1989). This model outlines the 
transition practices that should be included in a 
comprehensive transition process for moving children from 
early childhood special education programs into 
kindergarten. While this model was based on research 
regarding the transition from early childhood special 
education into kindergarten, with minor adaptations the 
model could be utilized for other early childhood 
transitions (I.e. nursery school to kindergarten; early 
childhood special education to nursery school). This 
transition model could be further ;\dapted for use curing 
other educational transitions (i.e. elementary to middle 
school ) . 

The SRA Transition Model integrates essential 
transition practices from the literature, identifies the 
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staff who would be responsible for Implementation, and 
provides a suggested timeline. In this model, the 
transition practices have been organized into three sections 
according to staff responsibility: sending teacher, 
receiving teacher, and administrator. There Is no section 
exclusively for parents as this model embraces the 
philosophy that parent participation Is needed and wanted 
throughout the entire transition process. This model also 
supports the philosophy that senders, receivers and 
administrators are all important players In the transition 
process. As Will (1984) indicated in his bridge analogy. In 
order to have a secure bridge upon whlckL l<^ can mdve to 

the next program, the sending and receiving foundations must 
both be secure. 

Sending T^Ach^r . Sending teachers are responsible for 
the transition practices Identified in Table 1. 
Environments and programs are very different when comparing 
early childhood special education and kindergarten (Fowler, 
1982; Rosenkoetter & Fowler, 1986). Recognizing these 
differences, it seems apparent that sound preparation for 
moving children Into kindergarten is necessary if they are 
going to have the best opportunity for a good adjustment and 
a successful experience. It is important that the sending 
teacher become familiar with the next environment, tne 
program requirements, and the teacher expectations In order 
to be able to prepare students adequately (Fowler, 1982; 
Hutlnger, 1981; Sanford & Mathers, 1988; Vincent et al.. 
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1980), Teachers can learn about the receiving environment 
by: a) visiting and conducting a structured observation In 
the fall (Fowler, 1982; Gerlock, 1985; Haines, et al . , 
1985), b) meeting with the receiving teacher, and c> 
utilizing appropriate on-going communication (I.e. telephone 
calls, Infoi^mal contacts, meetings) (Fowler, 1982; Hutlnger, 
1981; Haines, et al., 1985). If It becomes Impossible for a 
teacher to visit the next environment, the next best 
practice Is to conduct an Interview with the receiving 
teachar to acquire the necessary Information (Salnto & Lyon, 
1989). 

Early childhood special education teachers should' 
Incorporate into the studenc^s Individual Education Plan 
objectives which are appropriate for preparing the student 
for transition. Often teachers implement some of the 
transition practices identified in this model out fail to 
incorporate them Into the child^s lEP (Blaska, 1989). 

There should be on going communication with the parents 
about the transition process. Parents should be encouraged 
to be active participants throughout the entire process 
(Fowler, 1982; Haines, et al., 1985; Hanllne, 1988). 

When preparing children for cransitlon, one method that 
has been successful Is when teachers begin working toward 
the goal of transition from the first day of programming. 
Very gradually throughout the entire academic year, 
prerequisite skills are taught, changes are made within the 
preschool etavlronment , procedures, and expectations, and by 
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spring the program has evolved Into a class that looks 
similar to a receiving kindergarten in terms of expectations 
(Fowler, 1982; Forness, 1977; Haines, et al.. 1985: Hutlnger 
& Swartz. 1980; Maddox 8. Edgar, 1985). Using this process 
of gradually changing procedures and expectations. Fowler 
(1982) has emphasized, "The preschool preparat ona are not 
Intended to turn the preschool into an early kindergarten, 
rather, much of the transition training can be accomplished 
in the context of typical preschool activities" <p. 321). 
This method would be the most effective In preparing 
children when the receiving kindergarten utilizes 
developmental 1 y appropriate practices (Bredekamp, 1989)'. 

When training the students for a successful transition 
into kindergarten, a number of other skills and behaviors 
have been Identified as Important for the sending teacher to 
Incorporate Into the early childhood program as the year 
progresses: a) reduction of teacher attention and 
reinforcement (Fowler, 1982), b) reduction of teacher 
prompts and cues (Fowler, 1982), c) introduces more group 
work as year progresses (Fowler, 1982), d) increases 
student's responsibility for self and belnglngs (Fowler, 
1982), e) gradual change in procedures for in-class 
transition to be similar to next environment (Hutinger & 
Swartz, 1980; Rosenkoetter & Fowler, 1986), f) introduction 
of rules used In kindergarten (Carden-Sml th & Fowler, 1983; 
Fowler, 1982; Haines, et al . , 1985; Vincent, et al . , 1980), 
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g) trdlnlng for generalization of skills (Fowler, 1982; 
Haines, et al., 1985), and h) training in prerequisite 
skills which are most frequently referred to as survival 
skills (Cobb, 1972; Gerlock, 1985; Haines, et al . , 1985? 
Hutlnger & Swartz, 1980; Innocentl, Flechtl, Rule, & 
Stowltschek, 1986; Lange, 1979; McCormlck & Kwate, 1982; 
Rosenkoetter , 1990; Vincent et al., 1980). 

The sending teacher needs to onmunlcate with the 
receiving teacher In order to facilitate a smooth 
transition. There should be communication prior to 
plac-T.ent of the student as will as follow-up communication. 
The receiving teacher should attend the^ student's staffing 
and be an active participant in pi annlrrg- tfre' child's 
transi t ion . 

Some of these sending practices have not always been 
viewed as important to the transition process, however, 
these practices clearly prepare children for the next 
environment and without this preparation children wil! have 
a more difficult time with adjusting and feeling successful 
in the their new environment. 



Insert Table 1 about here 



Recaivina Ti»Arh^r . Receiving teachers need to be an 
Integral part of the transition process in order for the 
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transition to be effective. Receiving teachers are 
responsible for the practices Identified In Table 2. It Is 
Important that receiving teachers visit the early childhood 
special education or sending classroom in the spring In 
order to understand t^e sending teacher's expectations and 
observe teaching strategies that are effective- It is 
Probably more appropriate to view classroom visiting as 
"exchange visitation" taecause It is equally Important for 
sending and receiving teachers to take part in this practice 
(Fowler, 1982; Gerlock, 1985; Haines, et al., 1985; Hutlnger 
8. Swartz, 1980; Simon 8. Gill man, 1979). 

The receiving teacher should attend the student's lEP 
conference where future placement and the transitrloir are 
planned (Gerlock, 1985: Haines, et al . , 1<585; Hutlnger 8. 
Swartz, 1980). This also gives the receiving teacher an 
opportunity to meet the student and parent(s) prior to 
placement Into the receiving environment (Fowler, 1982; 
Halns, et al., 1985). The receiving teacher needs to taecome 
familiar with the student's handicapping condition dPd the 
educational Implications (Gerlock, 1985). This allows the 
teacher to make necessary adaptations In teaching 
strategies, materials and to the environment. The receiving 
teacher can make accommodations in the kindergarten 
environment to facilitate the students' adjustment by using 
familiar materials, activities, and relnforcers (Fowler, 
1982; Haines et al., 1985). Ongoing communication with the 
sending teacher and the parent(s) Is Important. Once the 
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3tud«nt has moved Into the receiving environment, fol low-up 
connunlcatlon should occur with the sending teacher 
(Gerlock, 1985> Haines, et al., 1985; Johnson, et. al., 
1986; Sanford 8. Mathers, 1988). There are many practices 
that contribute to a successful transition and Its necessary 
to understand the important role that the receiving teacher 
plays in this process. 



Insert Table ^ about here 



Admlnlgtratnr . Table 3 provides a listing of the 
practices to be Implemented by the acJnlnlstrator . In order 
for transiton to occur smoothly, it must be well coordinated 
(Hutlnger 8. Swartz, 1980; Hutlnger, 1981). The 
a<±nlnlstratlon needs to assign an administrator or staff 
member to coordinate the transition process. (Haines, et 
al . , 1985; Hani Ine & Knowlton, 1988: Hut'nger & ?!wartz, 
1980). 

The assigned administrator would coordinate with staff 
the following components: a) prioritize the process of 
transition as an Important component of the ECSE program 
(Hutlnger & Swartz, lOSO: McLoughlln & Kershman, 1979), b) 
establish individual transition plans for each student 
(Brown, Pumplan, Baumgart, Vandeventer, Ford, Schroeder, & 
(Sruenwald, 1981; Fowler, 1982), c) provide for consistent 
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and adequate follow-up of students (Coonrod, 1980$ Fowler, 
1982» Haines, et al., I985j Hutlnger, 1981; Maddox & Edgar, 
1985), d> provide parents and sending teachers some choices 
among classrooms when placing students in the next 
environment (Forness, 1977; Haines, et al., 1985), and e) 
develop procedures for on-going communication wUn parents 
(Coonrod, 1980; Fowler, 1982; Mains, et al., 1985; Johnson 
et al . , 1986; Sanford & Mathers, 1988) which would Include 
opportunities for parents to have Informal contacts with 
staff (Hutlnger & Swartz, 1981). 

The acJnlnlstrator would also facilitate the scheduling 
of meetings for parent/s regarding transition to the next 
environment (Fowler, 1982; Haines, et al . , 1985; Hutlnger & 
Swartz, 1980; Johnson, et al . , 1986; Maddox & Edgar, 1985; 
Sanford 8, Mathers, 1988; Turnbul 1 8. Bl acher-Dlxon , 1981; 
Wlnton, Turnbull, 8. Blacher, 1984). Visitation to the 
receiving environment would be arranged for student and 
parent(s) (Fowler, 1982; Haines, et al., 1985. Hutlnger 8. 
Swartz, 1980). These visits should occur in the fall so 
parents would have the opportunity to observe students who 
had Just begun their kindergarten exper le'-.cc. Activities 
and teacher expectations would be similar to when their 
child would enter the new environment. 

The administrator would work with staff to develop an 
evaluation procedure which would measure the effectiveness 
of the transition process and provide recommendations for 
revision. This individual would be responsible for 
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facllltatlno Cht evaluation procedurea (Haines, et al . . 
1985; Hainest rowler, & Chandler. 1988; Hutinger & Swartz» 
1980). The actelnlstrator would designate the 
support staff who would work with students prior to the 
placement of students in the new environment (Bricker & 
Sandall, 1979; Fowler. 1982; Melsels. 1977). and would 
develop a process for sending student files to receiving 
staff prior to students^ >ilacement (Haines, et aU. 1985; 
Johnson, et al . . 1986; Edgar & Maddox. 1985). Again, this 
would give the receiving teacher an opportunity to prepare 
for the new student. 

Iv's Important that the administrator provides 
appropriate inservlce training for the receiving staff prior 
to the placement of students^ and continue inservlce 
training throughout the year as It's needed (Bricker i 
Sandal 1, 1979; Ganshow, Weber, & Davis. 1984: Gerlock, 1985; 
Haines, et aK. 1985; Hutlnger & Swartz, 1980; Karnes. 1977; 
Melsels, 1977; McLouohlin 8. Kershman, 1979; Simon & Glllman, 
1979; Turnbull & Schultz. 1979; Wlnton, 1986). 

The importance of providing appropriate inservlce 
training for staff is emphasized throughout the literature 
(Bricker & Sandal 1 , 1979: Grenot-Scheyer & Falvey, 1986; 
Jamleson. 1984; Johnson & Cartwright, 1979: Stephens & 
Braun. 1980), Many mainstream staff members have asked for 
Inservlce training to help them be better prepared to work 
with this special population (Hutlnger & Swartz, 1980). 
Yet, teachers and actninlstrators report that inservlce 
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training in many school districts is inadequate (Blaska, 
1989). Grenot-Scheyer and Falvey (1986) have indicated that 
attitudinal barriers among mainstream staff often exist as a 
result of lack of information or ^•fear of the unknown." 
In order to Integrate students with special needs 
effectively, appropriate staff training needs to be 
addressed (McLean & Hanllne, 1990). 



Insert Table 3 about here 



Timeline for Impl gmgntat i nn , a timeline for 
Implementing the transition process is needed in or ^er to 
help ensure that the practices will be implemented. It 
should be noted that while many transition practices occur 
in the spring of the year, transition is not a "May event." 
Many of the transition practices outlined in this model 
should be occurring throughout the academic year. 

Figure 1 illustrates a suggested timeline for 
implementation of the transition practices in the SRA 
Transition Model for the academic year prior to the move. 
Figure 2 depl;ts the timeline for tKe follow-up practices 
which begin the academic year following the move for this 
same group of students. Figure 3 is a comprehensive 
timeline whlc.^ Illustrates the follow^-up practices that 
begin In the fafi for one group of students and the new 
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cycle of transition practices which begins again in the fall 
for a new group of students. 

Insert Figures 1,2* & 3 about here 



In the fall, stnding teachers begin to implement the 
transition process for students who will move out the 
following year, and at the same time these teachers 
implement follow-up practices for students who have Just 
moved Into kindergarten. Meanwhile, the receiving teachers 
Implement practices for this group of students who has Just 
moved into their klndergaten programs. Tables 1 and 2 
provide listings of the practices for sending and receiving 
teachers which are Incorporated Into and illustrated In the 
t Imel Ine. 

Throughout this model administrators are responsible 
for practices that are instrumental in making the transtilon 
process work. In the fall, the administration must assign 
and provide time for an administrator or teacher to be 
responsible for coordinating the transition process. In the 
winter, this person must arrange for parent meetings 
regarding the transition process. In the spring, support 
staff must be designated for receiving teachera, flies sent, 
and Inservlce training provided. The following fall (or 
continued longer If needed) this Inservlce training should 
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continue. ThrouQhout the entire process^ this person must 
coordinate the transition process, ensuring that sending and 
receiving staff ^:e implementing appropriate transition 
practices throughout the year as Indicated by the timeline 
on the SRA Transition Model. It is also important that the 
administrator provide appropriate support and reinforcement 
to sendint* and receiving staff throughout the process. 

Evaluation should be conducted in December. This 
evaluation should examine the entire transition process for 
one group of students, which would include practices for one 
academic year and the follow-up practices occurring the 
following year up to, approximately, December. Parents, 
sending teachers, receiving teachers, and the achjlnlstrator 
should be Involved in this evaluation process. The findings 
from this evaluation should result in making appropriate 
changes and adjustments in the current set of practices 
which make up the transition process. 

The timeline in the SRA Transition Model is based on a 
nine month school calendar with students moving from early 
childhood special education programs into kindergarten in 
September. In schools where programj are operational 
throughout the calendar year, the timeline could be adjusted 
to reflect a calendar year program with students moving at 
other times. 

It is recommended that early childhood special 
education and kindergarten programs adopt a comprenensi ve 
transition process, such as the SRA Transition Model, to 

ERLC 
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ensure that appropriate transition practices are Implemented 
within an effective timeline, by staff who are well trained 
and clearly understand their roles and the expected student 
outcomes. This model does not support the pholosophy that 
students must meet a particular set of criteria or wait to 
enter kindergarten. On the contrary, the SRA Transition 
Model supports having children work toward learning 
developmental ly appropriate skills needed in kindergarten, 
helping students develop as much as each is capable, and 
continue this learning process upon entering kindergarten. 

It is only through the implementation of an appropriate 
translton process that professionals and parents can 
increase the probability of succcess for young children with 
special needs as they move into the next environment and 
become integrated with their peers. 
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Table 1 



S > A Trmtltion Modal 
(Stndtrt, RactivtM, Admlaiacracors 



SENDERS - PRACTICES 



1. Visits tht rtctivisg taviroiaitat : 

- idtaciflts tht diffsrsacts bttvtta programs 

* staff/studtat ratio 

* ttachsr sttsatioa and rsinforctatnt 

* physical arraagaatat 

* daily schtdult 

* classrooB rults and routinas 

* salf*halp skills 

* acadaalc skills 

* support systaas 

• datanlaas tha skills raquirad of racaiving anvironaant 

* survival skills 

2. Incorporatas into lEP objactivas appropriata for transition; 

- placas studant in intagratad satting prior to transition as ia 
appropriata 

3* CovBunicatas with paraut/s about transition: 

provii^^as opportunicits for parant/s to hava informal contacts 
and communication vich staff 

- ancouragas ch^d and parant/s to ragard positivaly tha nav 
anvironmant» parsonnal» etc* 

4, Praparas studant for transition: 

- gradually changas anviroomant, teaching methods and 
expectations throughout tha yaar so by spring thay bacoma 
similar to the racaiving environment: 

* raducas rainforcement 

* raducas taachar instruction, prompts* and cues 

* introduces mora group work 

* incraases student's rasponsibility for self and belongings 

* changas mathods of in-class transitions 

* introduces classroom rulea 

* utilisas spacific strategies to promota generalization 

5, ComBUBicatas with racaiving caacher prior co placement of 
studants: 

- maats with racaiving taachar to plan practices co ba utiliiad 
during the transition process 

6, Conducts yaar-end staffing including racaiving ceachar 

7* Conducts follow-up communication vith raceiving taachar: 

- during first month of placemant and ramaining months 
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Table 2 

(Sradarst Uc«iv«rt» Adalnlstracors) 



RECSmiS • PRACTICES 



1* Vlsics ch« t«ndiiig •nTirotaMnc: 

• ideaclfy diffcraacet b«cv««a prograu 

* uptccaciou 

* curricula 

- coMunlcaCM vlch sradlnf c«ach«r 

2. Attf is lEP scafflng prior Co pUcta«ac of scudaac 
3* Mates tcudaac and paraac/s prior co pUcaaaac 



faailUrizaa salf ragardiag cha handicappiag coadicioa «ad 
aducacion iaplicatioaa, aad ch« availablt support sarvicas 



5* Davslops appropriata prograniag for scudaac: 

• "Akas accomodacioas ia cha racaiviag saviroiaaa. Co 
facilicaca cha scudaac 's adjuscasac 

- iacorporacas scracagias previously dacamincd co bs sppropriaca 
(i*a*» behavior naasgsasat sad caschiag scrstegies) 

6* CooBuaicscss sod works effsccivsly wich psrsac/s: 

• escsblishes oa-goiag coHualcscioa wich psreac/s 

• provides opporcualcies for paraac/i co have iaforasl concaccs 
sod conunicacioa wich scaff 



Follow-up coQBuaicaclon vich saading ceachar 
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Table 3 

8 t A Tranaltlon Modal 
(Stndtrs, R«c«lvtrst Adalalstrators) 



ADMINISTBATIVE - PRACTICES 



!• Aaslgu adalnlstrator or staff to coordliuta transition: 

• prlorltlsaa transition as an isportant profraa coaponant 

• sstabllshss s transition procass 

♦ astnblishas sn indivldualizad transition plan for aach 
studant, or daarly idantifias transition objactivas on 
lEP 

♦ providas sdaquata and consistant follow-up 

♦ providas psrant/s and staff soaa options as to which 
racaiving prograa tha atudant vlll attand 

- providat opportunltias for foraal and inforasl intaractions and 
coMnlcation batv^an sandinc and racaiving taachars 

2. Providas naa tings for piirant/s ragarding transition to tha naxt 
snvlronant 

3. Arrangas visitation to racoiving anvironmant for itudant and 
psrant/s 

4. Davalops tnd Ifflplamants an avaluation procadura; 

• includas tha sanding and racaiving teachari. administrator , and 
parant/s 

Daslgnatas support staff prior to placement. 

6. Sands studant's fila to racaiving taachar prior to pUcaaant 

7. Providas appropriata training to staff: 

• providas insarvica training for racaiving staff prior to 
placaaant of studant and during tha yaar, as appropriate 
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